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Abstract 
Diversity in education is reflected in different learning rates, abilities, interests, expectations, needs, and so on and demands 
appropriate educative attention. This reality justifies the need for teachers training to meet the challenges of achieving success for 
all the students. 
For the current study, an ad hoc survey to assess the perceived training needs for promoting inclusion of school teachers was 
developed. A sample of 200 teachers was utilized. 
The results showed several perceived training needs in teachers related to issues for participating in the processes of transforming 
schools into inclusive settings and to inclusive methodologies to be implemented in schools.  
1. Introduction 
Diversity refers to the fact of being unique and different individuals (something that in a tolerant, liberal, and 
democratic society is worthy of respect). Diversity may appear more or less obvious, but it is as normal as life itself 
and therefore, we should learn to live and work with it. Likewise, educational practices (from family, school, or any 
other educational agent) face diversity as a fact of life (Gimeno, 2000). 
Considering that there are no homogeneous groups in society or the classroom, student diversity is a fact that 
must be addressed by the education administration, school, and teachers. Diversity appears in education as different 
learning rates, skills, interests, motivations, expectations, needs, etc. Such diversity requires adequate educational 
attention if we are to provide all students with a quality education, respecting the principle of equal opportunity, and 
thus attention must turn towards diversity as the key issue for the education of all students. 
Many authors have stressed that transforming schools into inclusive settings requires responding according to the 
needs of their students and developing teaching proposals to stimulate and encourage the participation of all 
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students. Inclusive education is opposed to any form of segregation and to any argument justifying separation by 
defending the rights to education for all (Arnaiz, 2000; Stainback and Stainback, 1999; Vlachou, 1999). Therefore, 
if schools want to be more inclusive and move towards an educational response according to students’ 
heterogeneous and diverse characteristics it is necessary to reflect on aspects such as the organization and operation, 
the existence or not of coordination and collaborative work among teachers, the participation of the entire 
community, the use of resources and the educational practices (Arnaiz, 2003; Casanova, 2011). It is essential for 
teachers to be committed to inclusive education, to reject exclusion processes and to engage in the full inclusion of 
all students as full members of their classrooms (Rouse, 2010). In-service teachers’ training is one of the ways to 
address the presence of students with very different needs in the classrooms. 
 
The focus of inclusive education, as emphasized by White (2008), is the transformation of educational systems 
and cultures, as well as the educational practices and the organization of schools in order to meet the diverse 
educational needs of students, so learning and full participation of each child can be achieved. The more the 
inclusive the schools, the more the students will be in them and not out of them and, therefore, there will be less 
need to integrate them afterwards. Similarly, UNESCO (2007) underscores that treating diverse situations and needs 
as if they were equal only accentuates inequalities among children.  Rather, the response to diversity involves 
moving from a homogenizer focus which offers the same to all and reflects the aspirations of the ruling classes and 
cultures, to an approach that considers the different individual identities, needs and choices and that values 
differences as something that enrich people and societies. 
 
This fact highlights the need for training, of both faculty and the administration to address the challenge of 
achieving success for all students. We believe that this challenge must begin by an adequate training of education 
professionals to participate in transforming their schools into inclusive schools, where the "Focus on Diversity" will 
become a fundamental principle. In consequence, the present study aims to identify teacher training needs by 
providing an assessment tool to be used initially in the Spanish region of Castilla y Leon. We also hope to help 
extend its’ use to other professionals in our community and beyond. A second goal of the study is to analyze the 
impact of several sociodemographic variables (gender, age, type of educational center) on perceived training needs 
in inclusive schools. We hypothesize that there (1) teachers will experience training needs concerning inclusion 
issues; (2) there will be differences based on the type (public, private or subsidized) of the center , and (3) there will 
be no differences based on gender, and age of the respondent; (4)  length of teaching will be associated to higher 
perceived training needs (i.e. ongoing in-service training).  
 
2.  Method 
2.1. Participants 
The sample consisted of 402 participants from all provinces of the autonomous community of Castile and Leon, 
of which 60% were women. The ages were distributed in four groups (under 30, between 30 and 40, between 41 and 
50, over 50), with more than 50% of the sample aged between 30 and 50 years. Of the participants, 68% worked in 
public schools for Kindergarten, Primary and Secondary Education, and the remaining in private and subsidized 
schools. 
2.2. Instrument 
We used an assessment tool developed ad hoc for this research: the Teacher Education for Inclusion Assessment 
Questionnaire (CEFI), consisting of 80 items grouped into 10 factors: (1)Conception of diversity and education 
(values, attitudes and beliefs about education and diversity); (2) Education policy (finance, legislation, 
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administration and schooling alternatives), (3) Organization and management of the school and classroom (practices 
and principles of operation, standards, infrastructure, grouping students); (4) Leadership (role of management, 
existence, importance and responsibilities of the leader), (5) curriculum  (curriculum design and development, 
objectives, content, activities and assessment); (6)Methodology (inclusive methodologies); (7) Resources and 
support (design support, distribution and use of resources); (8) Teacher training (initial and ongoing training of 
teachers); (9) Collaborative work (among teachers); (10) Community involvement (family, professional 
environment, university, and other institutions ....). Items are rated in a four-point Likert type scale, with higher 
scores denoting more information (i.e. less training needs) on inclusion. 
 
Reliability analyses by using the Cronbach Alpha coefficient were performed.  A Cronbach’s Alpha= .90, was 
obtained for the measure, with reliability indexes higher than .70 for the different factors. These findings support the 
reliability of the measure. Medium-level correlations among factors of the CEFI (i.e. ranging from .20 to .58) 
showed supported the multidimensionality of the measure and so, its construct validity. 
 
3.  Results 
Next, the results regarding the objectives and hypotheses tested are included. Table 1 offers the results of the 
different factors of the questionnaire. It can be seen that the highest scores are obtained in factors 10, 4 and 8 
(community involvement, leadership and teacher training). By contrast, the lowest scores are obtained on factors 7, 
5 and 2 (resources and support, curriculum, and education policy). 
 
Table 1. Descriptive statistics of scores in the CEFI  
 
  N Minimum Maximum M SD 
Factor 1 402 1.94 3.81 3.16 .29 
Factor 2 402 1.90 4.00 3.04 .39 
Factor 3 402 2.00 4.00 3.13 .32 
Factor 4 402 1.60 4.00 3.58 .39 
Factor 5 402 2.14 3.86 3.01 .31 
Factor 6 402 1.71 4.00 3.05 .42 
Factor 7 402 1.70 3.90 2.97 .38 
Factor 8 402 1.86 4.00 3.58 .35 
Factor 9 402 1.75 4.00 3.50 .36 
Factor 10 402 2.00 4.00 3.74 .29 
Total 402 2.09 3.79 3.28 .25 
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Once training needs were assessed (see Table 1), potential differences on scores, based on selected variables were 
tested. First, differences based on gender were analyzed. Multivariate analyzes showed that there were significant 
differences (Wilks' Lambda = 0.937, df = 10, 364, F = 2.468, P = 0.007) in factors 2, 3 and 5. In all cases, men 
scored significantly higher than women. 
 
Secondly we tested for potential differences based of the age of the respondents. Manova tests resulted in 
significant differences (Wilks' Lambda = 0.821, df = 30, 1060.28, F = 2.453, P = 0.000) for factors 2, 4 and 7. Post 
hoc contrasts (Duncan and Scheffé) showed that those younger than 30 years of age scored significantly lower on 
factor 2 (education policy) than the remaining groups;  those over 50 scored significantly higher in factor 4 
(leadership) and significantly lower in the factor 7 (resources and support) than the other groups. 
 
Thirdly, the possible existence of differences based on the type of center was analyzed. Multivariate analyzes 
showed that there were significant differences (Wilks' Lambda = 0.785, df = 20, 774, F = 4.974, P = 0.000) for 
factors 1, 2, 5, 6, 7 and 9. Post hoc tests (Scheffé and Duncan) showed that for factors 1, 2 and 5 (conception of 
diversity and education, educational policy, and curriculum) participants from public schools scored significantly 
lower than the remaining participants. For factors 6 and 7 (methodology and resources and support) participants 
from private schools scored significantly lower than the remaining participants. 
 
The analysis of the association between years of experience (length of employment as teachers) and scores in the 
CEFI are shown in Table 2. No significant associations have been removed from the Table. It can be seen that there 
are significant although small associations between years of experience and scores on factors 2, 4, and 7 
(educational policy, leadership and resources and support). 
 
Table 2. Pearson’s Correlations between CEFI factors and years of experience as teacher  
 
 Years of Experience 
Factor 1  
Factor 2 ,170** 
Factor 3  
Factor 4 ,140** 
Factor 5  
Factor 6  
Factor 7 -,212** 
Factor 8  
Factor 9  
Factor 10  
Total   
** significant with p =.01 (two-tails) 
787 Francisca González-Gil et al. /  Procedia - Social and Behavioral Sciences  93 ( 2013 )  783 – 788 
4.  Discussion 
The main goal of this project was to assess teachers’ perceived training needs on inclusion. As discussed in 
previous sections, development of a tool for the assessment of these needs is a first valuable contribution of the 
current study. Future applications of the measure will allow designing ongoing teacher training programs to best 
meet the needs that may arise during the process of transforming schools into more inclusive settings. . 
 
In relation to the findings derived from the use of the questionnaire, it is possible to conclude that: 
 
• Factors received medium-high scores denoting medium-low perceived training needs on inclusion. The highest 
scores were obtained in factors 10, 4 and 8 (community involvement, leadership and teacher training). By contrast, 
the lowest scores were obtained on factors 7, 5 and 2 (resources and support, curriculum and education policy). This 
means that the main needs of teacher training on inclusion focus on methodological and curricular elements for 
transforming schools into more inclusive settings. 
 
• Contrary to expected, gender differences on perceived training needs were found. Men scored significantly 
higher, which deserves further studies in order to better understand this finding. 
 
• Likewise, some differences based on the age of the respondents were obtained. Thus, those younger than 30 
years scored significantly lower on factor 2 (education policy), whereas those over 50 scored significantly higher in 
factor 4 (leadership) and significantly lower in the factor 7 (resources and support). Those differences could be 
explained due to differences on teachers' professional experience. 
 
• As expected, participants from public schools scored significantly lower than those from of private or 
subsidized schools on factors 1, 2 and 5 (conception of diversity and education, educational policy and curriculum). 
In addition, participants from private and subsidized schools scored significantly lower than those of public schools 
on factors 6 and 7 (methodology and resources and support). More efforts to promote inclusive practices in private 
and subsidized schools are suggested, according to teachers’ appraisals. 
 
• The analysis of the relationship between years of experience and scores on the CEFI revealed, as expected, 
significant associations between years of experience and scores on factors 2, and 4 (Educational policy and 
leadership). So, we can say that professionals with more years of experience are more knowledgeable in aspects of 
education funding, legislation, administration and schooling alternatives, as well as with regard to the role of the 
management team and the existence, importance and responsibilities of a leader. By contrast, the correlation was 
negative for factor 7 (resources and support), which could reveal a critical view regarding a lack of enough human, 
technical resources in schools.  
 
This valuable information will help us design training programs that allow an improvement in teachers training to 
transform their schools into more inclusive settings. 
 
In sum, we can say that teachers perceive training needs related to inclusive education, which is an urgent 
challenge for any education system worldwide. This research is a step forward in this direction, by allowing the 
assessment and designing of specific teacher training programs to be integrated into their in-service training 
programs. All these efforts will help move forward the inclusive movement across schools. 
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